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In	today’s	globalized	world	exposure	to	cultural	learning	can	be	regarded	as	highly	beneficial	
for	developing	language	and	content,	as	well	as	for	raising	multicultural	awareness.	It	is	with	
this	purpose	that	 the	present	CLIL	project	was	designed	to	 increase	students’	awareness	of	
cultural	 and	 linguistic	 diversity	 and	 develop	 awareness	 of	 self	 and	 other	 along	 with	
citizenship.	The	project	‘our	culture,	your	culture,	their	culture’	was	piloted	for	14	weeks	with	
6th	grade	students	at	a	primary	school,	in	northern	Greece.	Its	aim	was	to	unfold	the	different	
countries	 and	 diverse	 cultural	 contexts	 of	 the	 immigrant	 students	 within	 the	multicultural	
classroom	and	build	bridges	across	 languages	and	cultures.	Different	 teaching	modes	were	
adopted,	and	every	effort	was	made	so	that	the	teaching	strategies	employed	were	tailored	
to	 the	 students’	 needs	 and	 interests.	Games	and	 stories	were	 used	 to	 support	 the	 cultural	
component,	 highlight	 the	 relationship	 between	 the	 students’	 own	 and	 other	 cultures,	 and	
raise	their	interest	in	‘otherness’.	The	evaluation	of	the	study	indicated	the	positive	effect	of	
CLIL	on	the	students’	skills	development	 in	the	target	 language	(TL)	along	with	significantly	
enhanced	multicultural	citizenship	awareness.		
	

�	
	
Στη	σύγχρονη	παγκοσμιοποιημένη	κοινωνία,	η	έκθεση	στην	πολιτισμική	μάθηση	μπορεί	να	
θεωρηθεί	ως	 ιδιαίτερα	αποτελεσματική	 για	 την	 ανάπτυξη	 τόσο	 της	 γλώσσας	 όσο	 και	 του	
περιεχόμενου,	 αλλά	 και	 της	 πολυπολιτισμικής	 επίγνωσης	 των	 μαθητών.	 ΄Το	 παρόν	 CLIL	
πρόγραμμα	 σχεδιάστηκε	 με	 στόχο	 να	 καλλιεργηθεί	 η	 επίγνωση	 των	 μαθητών	 για	 την	
πολιτιστική	και	γλωσσική	πολυμορφία	και	να	αναπτυχθεί	η	επίγνωση	του	«εαυτού	μου	και	
του	 άλλου».	 Το	 πρόγραμμα	 «ο	 πολιτισμός	 μας,	 ο	 πολιτισμός	 σας,	 ο	 πολιτισμός	 τους»	
εφαρμόστηκε	 πιλοτικά	 για	 14	 εβδομάδες	 σε	 μαθητές	 της	 6ης	 τάξης	 ενός	 δημοτικού	
σχολείου	στη	Βόρεια	Ελλάδα.	Μέσα	από	το	πρόγραμμα	επιχειρήθηκε	να	 ‘ξεδιπλωθούν’	οι	
διαφορετικές	χώρες	και	τα	ποικίλα	πολιτισμικά	πλαίσια	από	όπου	προέρχονται	οι	μαθητές	
με	 μεταναστευτικό	 προφίλ,	 στο	 περιβάλλον	 μιας	 πολυπολιτισμικής	 τάξη,	 και	 να	
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δημιουργηθούν	 γέφυρες	 ανάμεσα	 σε	 διάφορες	 γλώσσες	 και	 πολιτισμούς.	 Υιοθετήθηκαν	
διαφορετικοί	 τρόποι	 διδασκαλίας,	 και	 έγινε	 η	 κάθε	 δυνατή	 προσπάθεια	 ώστε	 οι	
στρατηγικές	 διδασκαλίας	 που	 χρησιμοποιήθηκαν	 να	 είναι	 προσαρμοσμένες	 στις	 ανάγκες	
και	 τα	 ενδιαφέροντα	 των	 μαθητών.	 Παιχνίδια	 και	 ιστορίες	 χρησιμοποιήθηκαν	 ως	 βασικά	
‘μέσα’	για	να	υποστηρίξουν	τη	σχέση	μεταξύ	των	πολιτισμών	που	φέρουν	οι	μαθητές,	και	να	
αυξήσουν	 το	 ενδιαφέρον	 τους	 στην	 «ετερότητα».	 Η	 αξιολόγηση	 του	 προγράμματος	
κατέδειξε	 τη	 θετική	 επίδραση	 της	 μεθόδου	 CLIL	 στην	 ανάπτυξη	 των	 δεξιοτήτων	 των	
μαθητών	στη	γλώσσα-στόχο,	αλλά	και	τη	σημαντική	καλλιέργεια	της	πολυπολιτισμικής	τους	
συνείδησης.	
	
Key	words:	CLIL,	multicultural	awareness,	cultural	diversity,	young	learners.	
	
	
	
	
1.	Introduction	
	
1.1 Promoting	multiculturalism	and	intercultural	competence	in	CLIL	Contexts	
	
Modern	educational	contexts	are	a	place	of	plurality	and	contact	among	diverse	cultures	and	
languages,	bringing	together	students	with	diverse	linguistic	and	cultural	repertoires	since	a	
number	 of	 them	 have	 already	 developed	 a	 language	 other	 than	 the	 majority	 language	
before	 entering	 formal	 education.	 In	 such	multicultural	 educational	 contexts,	 all	 students	
are	 in	need	 to	 receive	 training	so	as	 to	develop	awareness	and	acceptance	of	diversity,	as	
well	as	respect	of	the	cultural	mosaic	(Porto,	2010).	Therefore,	it	is	considered	an	objective	
of	 primary	 importance	 to	 promote	 multicultural	 awareness	 within	 the	 context	 of	 the	
majority	culture,	which	in	turn	can	provide	the	students	with	the	opportunity	to	learn	about	
and	 respect	 other	 ways	 of	 living,	 other	 beliefs,	 and	 customs.	 What	 is	 more,	 effective	
exposure	to	multiculturalism	should	involve	awareness	of	various	types	of	identities	on	the	
part	of	the	students	since	identity,	 in	essence,	entails	an	exploration	of	the	way	individuals	
view	 and	 think	 about	 themselves	 and	 the	 way	 they	 are	 seen	 by	 others	 including	 their	
personal,	social,	and	cultural	identity	(Barker,	2003,	pp.	220-228).		
	
Building	 on	 multiculturalism	 within	 the	 frame	 of	 education	 is	 considered	 of	 major	
significance	 since	 as	 Ruiz-Cecilia	 and	 Ojeda	 (2005,	 p.71)	 claim	 “multiculturalism	 is	 the	
passport	 for	 achieving	 equality,	 keeping	 one’s	 identity,	 taking	 pride	 in	 our	 ancestry,	 and	
having	a	sense	of	belonging.”	Furthermore,	building	on	cultural	awareness	and	acceptance,	
which	can	be	attained	by	means	of	relating	an	individual’s	culture	with	the	majority	one	and	
drawing	on	one’s	own	cultural	asset,	i.e.	knowledge,	beliefs,	and	values,	can	provide	a	solid	
ground	for	promoting	efficient	intercultural	communication	(Ho,	2009).	After	all,	the	merits	
of	developing	the	students’	ability	to	cope	with	their	cultural	capital	when	interacting	with	
peers	 from	various	cultural	backgrounds	need	hardly	be	argued	 in	the	era	of	globalization.	
Thus,	 developing	 intercultural	 competence	 which	 is	 regarded	 as	 critical	 for	 mutual	
understanding	of	different	backgrounds,	is	not	confined	to	the	ability	to	use	language;	rather	
it	is	also	believed	to	be	able	to	foster	pluri/multicultural	citizenship.		
	
It	 should	be	noted	 that	 intercultural	 competence	 is	 among	 the	eight	 key	 competences	 for	
lifelong	 learning	 which	 are	 proposed	 by	 the	 European	 Commission	 (2012)	 and	 include:	
a)communication	 in	one’s	first	 language,	b)	ability	to	communicate	 in	foreign	 languages,	c)	
competence	 in	 science	 and	 technology	 d)	 digital	 competence	 (using	 communication	 and	
information	 technology	 in	 a	 critical	 way),	 e)	 “learning	 to	 learn”,	 f)	 civic	 and	 social	
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competence,	which	involves	interpersonal	and	intercultural	relationships,	g)	having	a	sense	
of	 entrepreneurship,	 being	 able	 to	 transform	 creative	 ideas	 into	 actions	 h)	 cultural	
awareness	and	expression.		
	
It	 goes	 without	 saying	 that	 given	 its	 significance	 intercultural	 competence	 deserves	
particular	attention	within	the	CLIL	classroom	while	 its	development	should	take	place	in	a	
structured	way.	In	this	respect,	a	model	of	intercultural	competence	proposed	by	Byram	and	
Zarate	 (1994,	 p.15)	 presents	 “four	 sets	 of	 skills,	 attitudes,	 and	 knowledge”,	 which	 are	
referred	 to	 as	 ‘savoirs’	 ‘knowings’:	 knowledge	 of	 self	 and	 other,	 ‘knowing	 how	 to	
understand’,	‘knowing	how	to	learn/to	do’,	‘knowing	how	to	be’.		
	
1.2		CLIL:	a	competence-based	teaching	approach	
	
Content	 and	 Language	 Integrated	 Learning	 (CLIL)	 presents	 an	 innovative	 approach	 to	
language	 learning,	 involving	 a	 threefold	 role	 of	 language:	 the	 language	 of	 learning;	 the	
language	for	learning;	the	language	through	learning	(Coyle,	2007).	CLIL	is	both	dynamic	and	
motivating	comprising	holistic	features	besides	emphasizing	meaning	rather	than	form	and	
offering	a	 context	 for	purposeful	 language	use	 (Dalton-Puffer,	2007;	Dalton-Puffer	&	Smit,	
2007).	Moreover,	 constituting	 an	 integrative	 approach,	 it	 overcomes	 traditional	 curricular	
approaches	 which	 involve	 the	 teaching	 of	 individual	 subjects	 in	 isolation	 rather	 “it	
represents	 a	 shift	 towards	 curricular	 integration”	 (Pavesi	 et	 al.,	 2001,	 p.77).	 On	 the	 same	
line,	 it	 is	 believed	 that	 CLIL	 facilitates	 the	 achievement	 of	 intercultural	 competence	 as	 an	
educational	objective	(Griva	&	Kasvikis,	2015;	Griva,	Chostelidou	&	Semoglou,	2015;	Wolff,	
2007).	 In	this	vein,	the	 integrative	nature	of	CLIL	 lends	 itself	 for	adopting	“not	only	a	dual-
focused	but	a	triple-focused	approach:	simultaneously	combining	foreign	language	learning,	
content	subject	and	intercultural	learning”	(Sudhoff,	2010,	p.36).	
	
CLIL	 environments	 have	 proven	 to	 promote	 rather	 than	 negatively	 influence	 content	
learning	by	providing	optimal	conditions	(Zarobe,	2007	in	Spratt,	2012),	besides	raising	the	
learners’	 motivation	 (Wiesemes,	 2009,	 in	 Drew,	 2013)	 and	 increasing	 their	 involvement	
(Coyle,	2007;	Pavesi	et	al.,	2001	 in	Spratt,	2011).	CLIL	virtually	presents	a	challenge	for	the	
learners	by	enabling	them	to	progress	both	academically	and	cognitively	besides	achieving	a	
high	level	of	proficiency	in	the	TL	(Naves,	2009).	Moreover,	CLIL	promotes	creative	thinking	
processes	 by	 engaging	 the	 learners	 in	 cognitively	 demanding	 academic	 CLIL	 activities	
integrating	both	content	and	language	(ibid).	The	impact	of	CLIL	on	students’	gains	in	terms	
of	 developing	 cognition	 and	 metacognition	 can	 be	 adhered	 to	 the	 fact	 that	 the	 CLIL	
approach	offers	 students	 the	 chance	 to	 use	what	 they	 have	 learned	 encouraging	 them	 to	
apply,	 integrate	and	transfer	the	gained	knowledge	while	 fostering	critical	 thinking	(Gravé-
Rousseau,	2011	in	European	Commission,	2014).	
	
CLIL	provides	an	efficient	context	for	allowing	learning	to	take	place	in	a	naturalistic	setting,	
while	 a	 clear	 purpose	 for	 using	 the	 language	 is	 also	 provided	 (Naves,	 2009,	 p.	 25).	 Given	
their	extensive	exposure	to	the	TL,	CLIL	learners	essentially	make	extensive	use	of	it	and	use	
it	 in	 more	 complex	 ways	 compared	 to	 regular	 mainstream	 classrooms,	 while	 they	 also	
process	 larger	 amounts	 of	 information	which	 in	 turn	 improves	 their	 comprehension	 skills	
(Anagnostou,	Griva	&	Kasvikis,	2016;	Drew,	2013;	Padadopoulos	&	Griva,	2014).	
	
Additionally,	 a	 further	 positive	 feature	 of	 CLIL	 is	 that	 the	 language	 used	 derives	 from	 the	
content	 subject	 (Spratt,	 2012).	 More	 specifically,	 CLIL	 language	 is	 characterized	 by	
predominantly	 subject-related	 vocabulary;	 a	 focus	 on	 elements	 needed	 to	 be	 explored,	
discussing	 and	 writing	 about	 subject	 related	matters;	 the	 need	 to	 employ	 cognitive	 skills	
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(defining,	 giving	 reasons	 for	 opinions,	 evaluating,	 hypothesizing,	 drawing	 conclusions,	
exemplifying);	 elements	 necessary	 to	 cope	 with	 learning	 skills	 (locating	 information,	
interpreting	information,	and	classifying)	(ibid,	p.11).	
	
Within	 the	 CLIL	 frame,	 it	 has	 been	 evidenced	 that	 some	 aspects	 of	 language	 competence	
tend	 to	 be	 more	 developed	 than	 others	 (Dalton-Puffer,	 2007).	 Among	 them	 are:	 the	
receptive	skills,	listening	and	reading,	rather	than	the	productive	skills,	speaking	and	writing;	
the	mastery	of	vocabulary	items;	the	elements	of	creativity	and	fluency	(Anagnostou,	Griva	
&	Kasvikis,	2016;	Dalton-Puffer,	2007).	Moreover,	 it	was	 found	 that	CLIL	 students	perform	
equally	 well	 or	 even	 outperform	 non-CLIL	 peers	 as	 regards	 learning	 of	 subject	 content	 in	
their	 first	 language	 (Dalton-Puffer,	 2011;	 Meyer,	 2010).	 Other	 CLIL	 studies	 revealed	 a	
mismatch	between	 the	 receptive	and	productive	 skills	 (Jiménez	Catalán,	Ruiz	de	Zarobe	&	
Cenoz,	 2006;	 Ruiz	 de	 Zarobe,	 2007);	 better	 results	 were	 attained	 in	 the	 receptive	 skills.	
According	to	other	researchers	(Sylvén,	2006;	Dalton-Puffer,	2011),	CLIL	students	tend	to	be	
more	fluent	in	the	TL	and	willing	to	take	more	risks,	feeling	much	more	confident	about	their	
abilities	than	their	non-CLIL	peers	(in	Ruiz	de	Zarobe,	2010).	
	
Concluding,	 despite	 the	 demands	 CLIL	 poses	 on	 the	 learners,	 presenting	 them	 with	 an	
enriched	 learning	 environment,	 which	 aims	 at	 the	 development	 of	 both	 content	 and	
language,	can	positively	affect	mainstream	CLIL	learners’	performance	(Jäppinen,	2006).	
	
	
2.	The	pilot	project	‘our	culture-your	culture-their	culture’	
	
2.1	The	purpose	of	the	project	
	
Integrating	 the	 4Cs,	 the	building	blocks	 of	 CLIL	 (Coyle,	 2005),	 the	project	was	designed	 to	
help	 the	 students	 understand	 the	 diversity	 of	 other	 students’	 cultures	 and	 develop	
awareness	of	 ‘self	and	other’.	The	cultural	dimension	was	encompassed	to	provide	a	more	
comprehensive	 and	 pluralistic	 view	 of	 foreign	 cultures	 (see	 also	 Griva	 &	 Kasvikis,	 2015;	
Griva,	 Chostelidou	&	 Semoglou,	 2015).	 Its	 ultimate	 purpose	was	 to	 promote	multicultural	
understanding,	 intercultural	 competence	 and	 citizenship	 awareness.	 In	 particular,	 the	
following	objectives	were	set:	

• developing	the	students’	skills	in	EFL;	
• enhancing	their	awareness	of	self	and	other;	
• increasing	their	understanding	of	cultural	and	linguistic	diversity;	
• enhancing	their	knowledge	in	aspects	of	citizenship.	

	
2.2	The	participants		
	
The	sample	of	the	study	were	47	sixth	grade	students,	aged	between	11	and	12,	attending	
classes	at	two	urban	primary	schools	in	Thessaloniki,	in	Northern	Greece.	Of	the	47	students,	
22	were	 immigrant	children	of	Albanian,	Bulgarian,	Romanian,	Russian	and	Georgian	origin	
with	14	of	them	having	been	born	in	Greece.	The	other	25	were	non-immigrant	children	of	
Greek	origin.	For	some	bilingual	children	who	participated	in	our	CLIL	project,	speaking	one	
minority	 language	 at	 home,	 and	 using	 another	 language,	 the	majority	 language,	 Greek	 at	
school,	English	was	the	third	language	to	learn.	Most	of	them	started	learning	EFL	at	the	age	
of	eight	or	nine	while	 their	exposure	to	 the	TL	varied.	The	students’	EFL	competence	 level	
was	 identified	 as	 A2	 -	 A2+	 (Elementary	 Level)	 according	 to	 the	 CEFR	 (Common	 European	
Framework	of	Reference	for	Languages).		
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Multiculturalism	&	Citizenship	
	
1.	Introduction	to	Multiculturalism	&	Citizenship		 6.	Multiculturalism	/	Citizenship		

	in	society		
 Developing	active	citizenship		
 Awareness	raising	of	rights	and	

responsibilities	
 Fostering	confidence	and	self-esteem	
 Building	trust		
 Becoming	aware	of	both	Individualistic	

and	collectivist	cultures		
 Becoming	aware	of	different	values,	

beliefs	and	cultural	practices		

 Multiculturalism	as	a	human	right		
 Multiculturalism	and	anti-bias	

approaches	
 Combating	prejudice	&	discrimination	
 Acceptance	of	differences	
 Equal	access	to	services	
 Developing	critical	thinking	about	what	

is	fair	and	unfair	in	human	relationships	
	

2.	Human	rights		 7.	Multiculturalism	and	Diversity	at	school		
 Understanding	human	rights		
 Introducing	the	Universal	Declaration	

of	Human	Rights	-UDHR	
 Getting	to	know	the	UN		
 Recording	the	human	rights	climate	in	

the	school	context		
	

 Establishing	a	safe	and	supportive	
learning	environment		

 Combating	stereotypes	and	prejudicial	
behavior.	

 Offering	equitable	educational	
opportunities.	

 Promoting	multiple	perspectives	and	
ways	of	thinking.	

 Creating	classroom	rules		
3.	Children’s	rights		 8.	Multicultural	identity/	ties		

	
 Introducing	children’s	rights	(i.e.	The	

right	to	childhood;	education;	health;	
fair	treatment;	voice)	

 What	children	need	
 Promoting	children’s	rights	

	

 Constructing	a	knowledgeable,	
confident	self-identity		

 Strengthening	cultural	consciousness	
 Developing	multicultural	identities		
 Becoming	aware	of	cultural	differences		
 Becoming	competent	to	accept	cultural	

differences	
 Developing	intercultural	

communication/	cross-cultural	
understanding	

 Developing	a	positive	attitude	towards	
cultural	differences	

 Developing	skills	for	communication	
and	interaction	across	cultures		

4.	Foreigners	and	Equality	
	

9	&	10	Experiencing	different	customs/traditions		

 Confronting	discrimination		
 Appreciating	similarities	and	

differences	
 Promoting	freedom	of	thought,	

consciousness,	religion,	opinion	and	
expression		

	

 Experiencing	celebrations	from	
different	countries	

 Knowledge	of	different	cultural	and	
religious	traditions	

 Experiencing	different	eating	practice	
 Knowledge	of	literature	from	different	

countries	
 Experiencing	music	&	(traditional)	

dances	from	different	countries	
	

5.	Immigrants	needs	and	rights	
	

 Protecting	life	–	the	role	of	the	
individual	in	society		

 War,	peace	and	human	rights		
 Immigrant’s	rights	

	
Table	1.The	Thematic	Modules	
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2.3	The	design	of	the	project:	integrating	content	and	TL	
	
2.3.1	The	CLIL	Module:	Multiculturalism	and	Citizenship		
	
The	 CLIL	 module	 provided	 the	 students	 with	 the	 opportunity	 to	 develop	 awareness	 of	
human	 rights	 and	 citizenship	 in	 modern	 multicultural	 societies.	 Towards	 this	 aim,	 the	
students	were	smoothly	introduced	to	many	controversial	issues	while	being	encouraged	to	
engage,	 think	 critically,	 make	 decisions,	 recognize	 and	 respect	 different	 perspectives	 and	
start	 articulating	 and	 defending	 their	 views	 and	 values.	 It	 should	 be	 noted	 that	 the	 CLIL	
module	was	designed	based	on	six	concepts:	

 multicultural	awareness;		
 citizenship	understanding;		
 communication;		
 creativity;	
 cooperation	and	interaction;	
 active	participation.	

	
Ten	 modules	 were	 designed	 to	 deliver	 in	 an	 activity-based	 context	 (Table	 1),	 which	
presented	 the	 students'	with	 a	 variety	of	 games	 including	on-line	ones,	 designing	posters,	
working	on	arts	and	crafts,	doing	puzzles,	creating	videos,	taking	part	in	role-playing,	doing	
pantomime,	 learning	new	songs,	and	dances,	delivering	presentations,	and	participating	 in	
debates	among	others.	These	activities	provided	the	students	with	a	rich	experience	of	real	
language	in	use,	stimulated	their	curiosity,	challenged	them	to	engage	actively	and	develop	
their	creativity,	free	expression	as	well	as	their	interaction	skills.	
	
2.3.2	The	tasks	incorporated	in	the	modules		
	
The	aim	of	the	tasks	was	to	enable	the	students	to	cooperate	and	communicate	 in	the	TL,	
besides	making	decisions,	solving	problems	and	co-deciding	on	issues	related	to	citizenship	
and	cultural	diversity.	
	
“Who	are	we?”	Our	Classroom	File	
With	 the	 aim	 to	 provide	 an	 introduction	 to	multiculturalism	 and	 citizenship,	 the	 students	
were	given	the	chance	to	work	on	and	develop	a	classroom	file	(both	paper	and	e-version)	
with	a	class	portrait	on	the	cover.	Each	section	of	the	file	presented	a	self-portrait	of	each	
class	member.	As	the	course	went	on,	the	participants	added	personal	details,	answered	to	
questions	about	themselves	while	information	about	cultural	elements	such	as	their	favorite	
literature	and	authors	from	their	home	culture	were	collected.	By	identifying	differences	in	
their	external	physical	appearance,	origin,	 interests,	 likes	and	dislikes	 it	was	expected	 that	
tolerance	towards	diversity	would	be	enhanced	and	sustained.	
	
Setting	our	classroom	rules		
Since	 active	 citizenship	 often	 involves	 discussing	 controversial	 issues,	 the	 students	 were	
asked	to	agree	on	a	set	of	rules	which	besides	the	typical	issues	concerning	their	behavior	in	
class	 involved	 the	 following	 issues:	 The	 students	 should	 feel	 that	 they	will	 be	 listened	 to,	
that	their	opinion	is	valued	and	that	they	will	not	be	laughed	at.	They	worked	in	groups	of	
four,	 agreed	 on	 the	 rules,	 presented	 them	 to	 their	 peers	 and	 negotiated	 the	 final	 list	 of	
classroom	rules.	Then,	individual	students	were	asked	to	write	them	on	a	flipchart	while	all	
students	were	expected	 to	sign	 them	by	way	of	a	contract.	The	 rules	were	 then	displayed	
permanently	in	the	classroom.	
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Settlement	on	Planet	“X”		
The	students	were	given	the	following	information:	You	are	an	adventurous	person	who	has	
decided	to	settle	on	a	recently	discovered	planet	which	will	be	inhabited	by	humans	for	the	
first	time.	Provide	a	list	comprising	human	rights	to	be	enforced	there.		
In	groups	of	 four,	 they	decided	about	naming	their	new	homeland	as	well	as	developing	a	
list	 comprising	 ten	 rights	 in	 total.	 Then,	 they	 presented	 their	work	 to	 rest	 of	 the	 class	 to	
discuss	and	finalize	the	list	of	people’s	rights	on	Planet	“X”.		
Finally,	they	considered	whether	these	particular	rights	are	respected	on	planet	earth	or	not.	
Also,	 they	 thought	 about	 what	 would	 happen	 if	 some	 fundamental	 rights	 were	 excluded	
from	their	list.	
	
Surveying	human	rights	in	your	school		
The	 students	 were	 given	 a	 survey	 reflecting	 statements	 included	 in	 The	 Universal	
Declaration	of	Human	Rights	 (UDHR)	articles,	which	were	adapted	to	 the	 learners’	 level	of	
language	 competence	 aiming	 to	 record	 their	 school’s	 human	 rights	 climate.	 The	 data	was	
processed	while	 descriptive	 statistics	were	used	 to	make	 generalizations	 and	discuss	 their	
findings.	 The	 survey	 statements	 including	 their	 percentages	were	 thoroughly	 discussed	 in	
class	as	well	as	presented	as	a	poster	presentation.	The	follow	up	task	was	to	play	a	board	
game	to	broaden	the	students’	knowledge	concerning	the	principles	UDHR	aims	to	promote.		
	
Message	in	a	box		
Aiming	to	provide	the	students	with	 the	opportunity	 to	establish	a	sense	of	 themselves	as	
human	beings	and	assume	some	certain	responsibility	to	humanity,	they	were	provided	with	
the	following	 input.	 Imagine	that	after	having	received	signals	 from	extraterrestrial	beings,	
you	 are	 among	 those	 appointed	 to	 decide	 what	 kind	 of	 information	 about	 human	 beings	
should	be	sent	back	to	them.	The	class	as	a	group	provided	their	suggestions	regarding	the	
information	to	be	 included	 in	a	box,	 i.e.	models	of	people,	clothing,	 food,	everyday	habits,	
music,	 literature,	 celebrations,	which	were	 extensively	negotiated	 and	 identified	providing	
reasons.		
	
Protecting	children		
The	 task	 involved	a	 consideration	of	 children’s	 rights	along	with	abuse	and	exploitation	of	
these	rights	as	suggested	in	the	articles	of	the	Convention	on	the	Rights	of	the	Child	(CRC),	
which	were	 exploited	 in	 class.	Upon	 the	 completion	 of	 an	 extensive	 discussion	 in	 class	 as	
regards	 issues	 of	why	 some	 children	 are	more	 vulnerable	 compared	 to	 others	 and	whose	
responsibility	the	protection	of	children	is,	a	research	task	followed.	 It	 involved	conducting	
research	concerning	child	protection	in	their	area	with	a	focus	on:		

• The	children’s	needs	for	protection	in	the	community;	
• The	agents	who	are	responsible	for	providing	protection	to	children;	
• The	students’	potential	to	contribute	to	this	protection;	
• The	need	to	include	children’s	rights	in	a	human	rights	treaty.		
• The	findings	of	the	research	were	presented	and	discussed	in	class.	

	
Packing	your	bag…	to	flee	the	country		
The	 task	 aimed	 to	 familiarize	 the	 students	 with	 the	 issue	 of	 the	 increasing	 amount	 of	
refugees	 in	our	society,	who	need	to	 flee	 their	homeland	 for	many	reasons.	Among	them,	
due	to	war,	for	fear	of	persecution	due	to	having	expressed	a	particular	political	opinion,	or	
belonging	to	a	certain	race,	 religion,	nationality,	a	specific	social	group.	The	students	were	
provided	with	the	following	task:	You	are	in	danger,	and	you	decide	you	must	flee.	Pack	your	
bag.	 Take	with	 you	only	 a	 limited	 number	 of	 items	and	only	what	 you	 can	 squeeze	 into	 a	
single	bag	which	you	will	 carry	 yourself.	 You	do	not	have	much	 time,	only	 five	minutes,	 to	
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decide	which	 items	to	 take	with	you	while	you	are	unlikely	 to	 return	to	your	home	country	
again.		
	
After	 the	students	had	prepared	their	 list	of	personal	belongings,	 they	read	 it	 in	class.	The	
ones	who	did	not	make	it	to	complete	their	list	discussed	the	experience	of	having	to	make	
decisions	 under	 emotional	 pressure	 while	 being	 in	 a	 state	 of	 anxiety.	 Finally,	 a	 class	
discussion	was	initiated	concerning	the	reasons	for	granting	or	denying	asylum	to	refugees.		
	
The	case	of	refugees	in	Greece	
The	students	were	asked	to	describe	the	situation	of	refugees	in	Greece	and	write	a	report,	
including	relevant	figures	and	graphs	and	diagrams.	The	task	set	was:	Research	the	case	of	
refugees	in	Greece	these	days	in	terms	of:	

- Demographic	features,	nationality,	gender,	age,	among	others;	
- The	areas	in	which	the	greatest	concentration	of	refugees	can	be	identified;	
- The	reasons	for	having	to	flee	their	home	country;	
- The	agencies	who	are	responsible	for	taking	care	of	refugees.	

	
When	is	“old	enough”?	
Following	the	CRC,	the	children	are	given	the	right	to	freedom	of	thought,	conscience,	and	
religion,	 as	 their	 maturity	 grows.	 However,	 the	 point	 of	 time	 when	 a	 young	 person	 is	
regarded	 sufficiently	 mature	 to	 make	 decisions	 which	 are	 not	 aligned	 with	 the	 family	 or	
cultural	background	is	highly	debated.	The	students	were	presented	with	the	following	case,	
which	was	then	followed	by	a	class	discussion:	
	

Ahu	and	Anna	met	 in	primary	 school	but	 came	 from	different	 countries	and	had	
different	 social	 and	 economic	 status,	 so	 their	 families	 objected	 to	 them	hanging	
out	together.	However,	their	friendship	continued	for	six	years	until	Ahu	moved	to	
another	 city.	 Both	 promised	 to	 keep	 in	 touch,	 but	 whenever	 Anna	 called,	 Ahu’s	
parents	cut	off	the	call	and	refused	to	let	Ahu	speak	to	her.	Ahu	understands	her	
parents’	feelings	but	also	thinks	that	she	can	be	considered	old	enough	at	the	age	
of	 twelve	 to	 choose	 her	 friends	 herself	 and	 be	 entitled	 to	 privacy	 in	 terms	 of	
communicating	with	them.	

	
The	students	were	advised	to	consult	relevant	articles	and	discuss	Ahu’s	rights	according	to	
the	 CRC,	 her	 parents’	 rights	 and	 finally,	 develop	 a	 strategy	 on	 how	 this	 conflict	might	 be	
resolved.	
	
Identifying	“minority	groups”	within	the	community		
Aiming	to	help	the	students	develop	a	conception	and	definition	of	what	a	“minority	group”	
actually	 presents,	 the	 students	 were	 asked	 to	 work	 in	 groups	 and	 indicate	 the	 minority	
groups	 in	 their	area	and	present	a	 list	of	 them.	They	were	also	requested	to	 identify	what	
circumstances	can	create	minority	groups	in	a	population	(i.e.	immigrants,	migrant	workers,	
refugees).	Moreover,	they	were	expected	to	express	their	opinion	on	whether	such	groups	
experience	discrimination	and	if	so	in	what	ways.	The	students’	work	was	then	transformed	
into	a	poster	presentation.		
	
Multiculturalism	and	diversity	in	the	society		
Aiming	to	build	on	the	link	between	cultural	identity	and	diversity,	the	students	were	asked	
to	work	in	groups	of	four,	examine	their	local	community,	and	indicate	whether:		

- There	are	any	cultural	minorities	present;		
- There	is	respect	for	minority	cultures;		
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- Participation	in	minority	cultures	is	free	and	public	rather	than	private;		
- There	is	respect	for	the	minority	cultures	encouraged	by	the	school.	

When	they	had	all	 the	necessary	 information,	a	class	discussion	followed	which	concerned	
issues	such	as:	

- The	importance	of	the	right	to	cultural	identity;	
- The	importance	to	preserve,	develop	and	appreciate	different	cultures;	
- The	reasons	why	it	is	often	the	case	that	dominant	cultures	tend	to	be	imposed	

on	minority	groups.	
The	follow	up	was	to	produce	a	written	report	on	the	issues	investigated	and	discussed.	
	
We	are	all	alike		
Aiming	to	promote	creative	expression,	both	spoken	and	written,	the	students	were	asked	
to	bring	an	object,	a	family	heirloom,	which	reflects	the	culture	of	their	home	country	and	
describe	 it	 to	 the	 rest	 of	 the	 class.	 They	were	 also	 expected	 to	 present	 how	 their	 family	
obtained	the	item,	how	significant	it	is	to	them	and	how	they	feel	about	it.	After	that,	they	
were	asked	to	write	down	the	story	of	the	particular	family	heirloom.	
	
Game:	Appreciating	similarities	and	differences		
Students	do	not	always	recognize	the	various	ways	in	which	they	are	alike.	Therefore,	it	was	
tried	to	make	them	aware	of	this	fact	by	introducing	a	game	which	involves	naming	a	simple	
or	more	complex	category	(e.g.	month	of	birth,	pet	kind,	favorite	sport,	toy,	hobby	or	game,	
school	subject,	spoken	languages)	and	asked	the	students	to	form	a	group	with	others	who	
shared	 that	 category	 with	 them.	 After	 that,	 the	 enhanced	 perception	 of	 the	 students’	
unrecognized	similarities	and	differences	was	further	sustained	by	holding	a	class	discussion.	
	
Gaining	multicultural	experiences	through	literature	and	dancing		
Stories	 including	 fairy	 tales	 and	 fables	 from	 around	 the	 world	 take	 place	 in	 multicultural	
settings	and	provide	insights	into	the	world	beyond	the	students’	communities.	The	students	
were	asked	to	suggest	a	popular	tale	reflecting	their	home	culture	which	was	read	in	class,	
was	processed	 for	both	content	and	 language	 to	ensure	comprehension	and	was	 followed	
by	 extension	 activities	 to	 account	 for	 its	 cultural	 dimension	 and	 promote	 multicultural	
competence.	
	
As	a	follow	up	to	this	task,	the	students	had	to	research	and	identify	a	different	version	of	
one	 of	 the	 fables	 or	 folk	 tales	 across	 different	 cultures,	 which	 they	 then	 compared	 and	
contrasted	 to	 indicate	cultural	elements	and	promote	 their	 critical	 thinking	skills.	This	way	
dispelling	of	stereotypes	and	obtaining	of	factual	information	from	an	authentic	source	was	
achieved.	
	
After	 the	 students	 had	been	presented	with	 several	 stories,	 they	were	 asked	 to	 chart	 the	
similarities	and	differences	of	the	moral	and	the	major	character	in	these	stories	and	in	this	
way	identify	and	confront	racism,	stereotypes,	and	diversity.	
	
Furthermore,	 the	 students	were	 introduced	 to	 folk	music	 and	 dances	 of	 the	 six	 countries	
related	 to	 the	 students’	 origin	 to	 experience	 such	 cultures	 in	 a	more	 active	way.	 Parents	
were	asked	to	volunteer	to	teach	students	these	folk	dances	in	the	school	premises	during	
the	regular	hourly	sessions.	
	
Producing	a	multicultural	cookbook	
The	students	were	asked	to	consult	their	parents	concerning	traditional	food	and	taste	and	
bring	 recipes	 representative	 of	 the	 food	 in	 their	 home	 culture,	 which	 would	 be	 used	 to	
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produce	 a	 cookbook.	 Every	 classroom	 session	 focused	 on	 the	 food	 culture	 of	 a	 particular	
country	while	all	students	working	in	groups	of	four	were	asked	to	write	down	the	recipe	in	
English	making	use	of	dictionaries	available	on	the	internet.	Furthermore,	the	parents’	active	
contribution	was	sought	once	again;	they	were	requested	to	cook	a	considerable	amount	of	
the	traditional	food	which	was	consumed	in	the	classroom,	and	all	students	had	the	chance	
to	 taste	 it.	After	 that,	 the	 students	were	asked	 to	express	 themselves	 commenting	on	 the	
food	they	tasted	and	compare	and	contrast	with	their	cuisine.	This	way,	by	 introducing	an	
extensive	 exchange	 of	 views	 in	 class,	 the	 commonalities	 and	 differences	 between	 various	
cuisines	 regarding	 the	 ingredients	used,	 the	dominant	 flavors,	and	modes	of	cooking	were	
identified.	
	
	
3.	Implementing	the	CLIL	project		
	
3.1	The	procedure		
	
3.1.1	Pre-stage	
	
During	the	pre-stage	every	effort	was	made	to	adopt	appropriate	means	so	as	to	motivate	
the	 students,	 arouse	 their	 interest	 in	 the	 topics	 at	 issue	 and	 engage	 them	 in	 the	 learning	
process.	Multi-media	 resources	 and	 visual	materials	were	 used	while	 teaching	 techniques	
such	 as	 brainstorming	 along	with	mind	mapping	were	 introduced	not	 only	 to	 activate	 the	
students’	background	knowledge	as	regards	the	topics	of	 the	modules	but	also	 in	order	 to	
develop	their	cognitive	skills.	
	
It	was	during	this	stage	that	the	students	were	prepared	to	cope	with	the	demands	of	each	
one	of	the	tasks	presented	to	them	within	the	modules	but	were	also	equipped	with	all	skills	
considered	essential	to	deal	with	organizing	the	Active	Citizenship	Week	and	producing	the	
campaign	projects.	At	this	stage,	it	was	also	necessary	to	consider	grouping	issues	as	well	as	
cooperation	 rules,	which	 facilitated	 the	 students	 in	working	 together	 and	 attain	 the	most	
optimal	outcomes	for	their	team	and	class.		
	
3.1.2	While	stage	
	
During	the	while-stage	the	students	were	given	the	opportunity	to	work	in	pairs	and	groups	
using	 authentic	materials	 and	 exploring	 the	 concept	 of	 citizenship	 in	 depth	 since	 learning	
about	their	rights	 is	 integral	 to	citizenship	education.	The	materials	used,	aimed	at	helping	
the	 learners	acquire	 the	necessary	 vocabulary	and	 linguistic	 structures	 so	as	 to	be	able	 to	
express	 their	 ideas	 while	 the	 thematic	 units	 had	 a	 clear	 focus	 on	 developing	 their	
intercultural	skills	and	competence	in	a	systematic,	natural	way.		
	
The	 students	 were	 engaged	 in	 a	 variety	 of	 inquiry-based	 activities	 which	 called	 for	
investigating,	 collaborating	 interacting	and	 communicating	with	each	other	while	 trying	 to	
‘solve	 the	 problem’.	 They	 were	 encouraged	 to	 get	 involved	 in	 reflecting	 on	 culturally	
determined	attitudes	and	values,	analyzing	the	feelings	of	individuals	confronting	hardships	
and	discrimination,	developing	empathy,	comparing	and/or	contrasting	different	cultures	to	
the	majority	 culture,	 exploring	 and	 degrading	 cultural	 stereotypes,	 aiming	 to	 nurture	 the	
students’	 tolerance	 and	 respect	 for	 ‘otherness’.	Meanwhile,	 the	 teacher’s	 role	 concerned	
issues	of	organization	and	management	to	facilitate	the	students’	activity.		
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3.1.3	Post-stage	
	
At	this	stage	the	students’	outcome	or	end	product,	whether	based	on	pair	or	group	work,	
was	presented	to	the	rest	of	the	class	and	was	subjected	to	evaluation	on	the	basis	of	clearly	
specified	 criteria.	 The	 students	 were	 invited	 to	 reflect	 on:	 a)	 their	 progress	 through	 self-
assessment,	and	b)	 their	willingness	to	adopt	different	perspectives	to	multicultural	values	
and	citizenship	issues.		
	
3.2	Estimating	the	effectiveness	of	the	project		
		
A	 summative	 and	 formative	 evaluation	 process	was	 conducted	 to	 record	 the	 feasibility	 of	
the	project	by	using	the	following	instruments:	
		
3.2.1	Teacher’s	Journal		
	
Journal	entries	were	kept	by	the	researchers	on	completion	of	every	teaching	session.	The	
structure	 of	 the	 journal	 was	 based	 largely	 on	 the	 “reflection	 questions	 to	 guide	 journal	
entries”	provided	by	Richards	and	Lockhart	(1994,	p.16-17)	and	focused	on	issues	related	to	
the	 objectives	 of	 the	 session,	 the	 material	 used,	 the	 teaching	 aids,	 the	 ways	 of	
communication,	the	students’	attitude	at	the	beginning,	in	the	middle	and	at	the	end	of	each	
activity,	etc.	
	
Through	 a	 qualitative	 analysis	 of	 the	 journal	 entries,	 it	 was	 revealed	 that	 employing	
multimodal	 materials,	 creating	 a	 multisensory	 environment	 and	 having	 the	 students	
participate	 in	 cooperative	 activities	 promoted	 extensive	 communication	 in	 the	 TL	 and	
mutual	understanding.	This,	in	turn,	led	not	only	to	a	more	positive	attitude	towards	EFL	on	
the	 part	 of	 the	 students	 but	 also	 enhanced	 their	 multicultural	 understanding.	 Moreover,	
through	 their	 active	 participation	 in	 multicultural	 citizenship	 initiatives,	 students	 from	
different	cultures	learnt	how	to	“live	side	by	side”	in	harmony	within	the	school	context.		
		
3.2.2	Follow-up	structured	interviews		
	
Structured	 interviews	were	conducted	with	the	students	to	collect	 information	about	their	
attitudes	towards	the	implementation	of	the	CLIL	project	as	well	as	to	evaluate	the	benefits	
of	what	they	had	learned	through	the	module.	The	students	were	encouraged	to	reflect	 in	
order	to	answer	the	following	questions:		

• -What	did	you	like	most?	
• -What	were	the	main	difficulties?	
• -What	could	have	taken	place	in	a	different	way?	
• -What	did	you	learn	better?	

	
Through	a	qualitative	analysis	of	the	interview	records,	it	was	revealed	that	the	students	had	
thoroughly	enjoyed	learning	by	being	involved	in	multicultural	activities	and	were	proud	of	
their	 contribution	 to	 the	 CLIL	 project.	 They	 mostly	 liked	 having	 been	 involved	 in	 various	
creative	 and	 cooperative	 activities.	 They	 also	 showed	 a	 particular	 preference	 for	 doing	
artworks,	designing	posters,	delivering	power	point	presentations	along	with	assuming	roles.		
	
Concerning	the	difficulties	the	students	encountered	during	the	CLIL	project,	it	was	revealed	
that	they	had	faced	particular	problems	with	general	and	specific	vocabulary	 items	related	
to	the	themes	of	‘citizenship’	and	‘multiculturalism’.	Although	a	significant	number	of	them	
showed	some	preference	for	doing	artworks	and	designing	posters,	a	certain	number	of	the	
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students	regarded	taking	part	in	creating	a	video	as	a	rather	challenging	activity.	Regarding	
the	benefits	of	 the	project	as	perceived	by	 the	 students,	 the	majority	of	 them	stated	 that	
they	had	had	 the	opportunity	 to	develop	 ‘content	 knowledge’	 in	 an	alternative	way	while	
learning	about	different	cultures	and	becoming	aware	of	human	rights.	
	
3.2.3	Active	citizenship	Week	
	
During	 the	 first	week	of	 June	2014,	 the	students	 took	part	 in	an	 ‘Active	Citizenship’	week.	
They	 were	 actively	 engaged	 in	 a	 series	 of	 workshops	 and	 actions	 addressing	 issues	 of	
concern	(Table	2).	 It	was	during	this	week	when	all	students	showed	what	they	had	 learnt	
during	the	CLIL	project	 in	a	setting	which	made	them	experience	a	sense	of	belonging	to	a	
group	 and	 offered	 them	 the	 opportunity	 to	 understand	 and	 experience	 their	 rights	 and	
responsibilities.	Having	been	committed	to	working	with	peers,	the	students	increased	their	
awareness	of	cultural	commonalities	and	differences,	as	well	as	acquired	an	appreciation	of	
and	 respect	 for	 their	 own	 and	 other	 cultures.	 They	 also	 exhibited	 skills,	 knowledge	 and	
attitudes	essential	to	achieve	active	multicultural	citizenship.	Moreover,	they	were	given	the	
chance	to	collaborate	and	empathize	with	schoolmates	from	different	cultural	and	linguistic	
backgrounds	and	become	familiar	with	other	cultures	and	customs.	
	
First	day:	Actions	

 A	presentation	of	the	students’	classroom	file.	
 Active	participation	in	games:	Appreciating	similarities	and	difficulties.		

Second	day:	Actions	
 A	 poster	 presentation	 introducing	 the	 new	 planet	 to	 be	 inhabited	 along	 with	 the	 list	 of	

human	rights	to	be	established	there.		
 Students’	debate:	‘Our	Culture-Your	Culture’,	seeking	to	find	some	common	ground.	

Third	day:	Actions	
 A	power	point	presentation	for	the	record	of	human	rights	in	the	school	context.	
 A	power	point	presentation	for	the	immigrant	minority	groups	in	the	students’	community	as	

a	stimulus	for	students’	reflection	and	discussion.		

Fourth	day:	Actions	
 Introducing	 a	 ‘protect	 the	 children’s	 rights’	 campaign	 using	 a	 video	 produced	 by	 the	

students.	
 A	poster	presentation:	The	case	of	refugees	in	Greece.		

Fifth	day:	Actions	
 Roleplay:	 Students	 assume	 roles	 debating:	 When	 is	 ‘old	 enough’	 to	 make	 their	 own	

decisions?	
 Reading	story	lines	with	a	moral:	respect	for	other	cultures.		

Sixth	day:	Actions	
 The	day	of	meeting	foreign	cultures:	‘Taste,	Music,	Dancing’.		

Parents	are	invited	to	participate	actively	 in	that	multicultural	festival,	 ‘a	multicultural	day’;	
An	event	open	to	the	public.		

	
Table	2.	An	outline	of	the	Active	Citizenship	Week	
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4.	Concluding	remarks	
	
The	 CLIL	 project	 considered	 was	 designed	 with	 the	 purpose	 to	 promote	 multicultural	
understanding,	intercultural	competence	and	citizenship	awareness	within	EFL	teaching.	The	
following	 learning	 outcomes	 were	 identified	 for	 the	 particular	 triple-focused	 educational	
framework	 which	 aimed	 at	 “combining	 foreign	 language	 learning,	 content	 subject	 and	
intercultural	learning”	(Sudhoff,	2010).	
	
Outcomes	 related	 to	 cognitive	 skills,	 were	 attained	 through	 engaging	 the	 students	 in	
numerous	inquiry-based	activities	requiring	their	active	involvement	in	problem-solving	and	
decision	making.	 Thus,	 the	 project	 offered	 them	 the	 opportunity	 to	 combine	 academic	 or	
cognitive	 development	 (see	 Griva	 &	 Kasvikis,	 2015).	 Outcomes	 related	 to	 communication	
skills,	were	 attained	 through	 role	 plays,	 presentations,	 dramatizations	 and	participation	 in	
debates,	 during	 which	 the	 students	 asked	 for	 clarifications,	 negotiated	 beliefs	 and	
stereotypes	 and	 expressed	 their	 views	 on	 diversity	 in	 EFL.	 The	 project	 also	 created	 a	
naturalistic	learning	setting	and	a	clear	purpose	for	using	the	TL	(Naves,	2009;	Anagnostou,	
Griva	&	Kasvikis,	2016).	
	
Outcomes	 regarding	 cultural	 sensitivity	 and	 citizenship	 awareness,	 were	 attained	 through	
engaging	 the	 students	 in	 content-based	 activities	 that	 enhance	 understanding	 of	 issues	
related	to	multicultural	citizenship	and	diversity.	The	project	had	an	 impact	on	 introducing	
different	 cultures,	 raising	 awareness	 of	 various	 cultural	 values	 and	 fostering	 intercultural	
competence.	Concluding,	the	CLIL	implementation	at	issue	can	be	regarded	as	advantageous	
for	the	learners	since	it	succeeded	in	transforming	the	language	classroom	into	a	“culturally	
sensitive	 place	 to	 learn”	 (Porto,	 2010,	 p.	 47)	 dismissing	 racial	 conflict,	 establishing	
acceptance	towards	diversity	and	dispelling	stereotypes.	
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